California State University, San Bernardino

CSUSB ScholarWorks
Theses Digitization Project

John M. Pfau Library

2012

The effects of brain compatible instruction, social emotional
development and classroom community structures on students
Elizabeth Anne Glick

Follow this and additional works at: https://scholarworks.lib.csusb.edu/etd-project
Part of the Educational Methods Commons, and the Educational Psychology Commons

Recommended Citation
Glick, Elizabeth Anne, "The effects of brain compatible instruction, social emotional development and
classroom community structures on students" (2012). Theses Digitization Project. 4176.
https://scholarworks.lib.csusb.edu/etd-project/4176

This Thesis is brought to you for free and open access by the John M. Pfau Library at CSUSB ScholarWorks. It has
been accepted for inclusion in Theses Digitization Project by an authorized administrator of CSUSB ScholarWorks.
For more information, please contact scholarworks@csusb.edu.

THE EFFECTS OF BRAIN COMPATIBLE INSTRUCTION, SOCIAL

EMOTIONAL DEVELOPMENT AND CLASSROOM

COMMUNITY STRUCTURES ON STUDENTS

A Thesis
Presented to the
Faculty of

California State University,
San Bernardino

In Partial Fulfillment
of the Requirements for the Degree
Master of Arts

in

Educational Administration

by
Elizabeth Anne Glick

June 2012

THE EFFECTS OF BRAIN COMPATIBLE INSTRUCTION, SOCIAL
EMOTIONAL DEVELOPMENT AND CLASSROOM

COMMUNITY STRUCTURES ON STUDENTS

A Thesis
Presented to the
Faculty of

California State University,
San Bernardino

by

Elizabeth Anne Glick

June 2012

Approved by:

Louie Rodriguez, First Reader

ABSTRACT
This thesis and research was designed to gather data on the impact of
several classroom structures/strategies on adolescent students. The objective of
the study was to identify if an impact from these structures is positive or negative

and the extent to which it exists, positively or negatively. The research aimed to
answer the following question: to what extent do the practices of brain compatible
teaching, social emotional education, and classroom community building have an

impact on student behavior, achievement, and attendance?
Three sixth grade classrooms were identified at one K-8 school

(approximately thirty participants in each classroom for a total of ninety) that were
grouped hetergeneously, with students of a variety of backgrounds

(race/ethnicity, gender, achievment level, etc...) distributed between each of the
three classrooms. This school and grade level (sixth grade) was identified as
having three teachers with varying levels of brain compatible teacher training,
**

knowledge of social emotional education procedures, and implementation of
classroom community building strategies. On this team of three sixth grade

teachers, two of the teachers have received intensive (60+ hours) training in the
area of brain compatible instructional strategies. The third teacher has received

no training and has expressed no interest in finding ways to improve his current
classroom practice. After receiving teacher consent from each of the three

teachers agreeing to their participation, a self-assessment was given to all three
sixth grade teachers to verify their level of knowledge in the area of brain

compatible instruction. Students and parents completed surveys about the

success of the current school year, and quantitative data was gathered on
student achievement, attendance, and behavior.

Prior to the research, 1 proposed that brain compatible teaching, the

development of positive social emotional skills, and the building of classroom
communities would have a positive impact on all aspects of student behavior,

attendence, and achievement. I also believed that the classrooms that
implemented all three would have the greatest increase in student achievement

and attendance, and the greatest decrease in negative behavior/discipline.
Though there has been some research connecting the implementation of

social emotional education and classroom community building on increased
student achievement and pro social behavior, no current literature has explored

the associations between the three strategies (brain compabile instruction, social
emotional education, and classroom community building) on student attendance,

achievement, and behavior. Much of the current research focuses on the impact
of social emotional education and classroom community building or school

bonding on student behavior, but there is a lack of research on the effects of
brain compatible instruction on students. My goal was to use this thesis research

as a basis for further investigation and research into the the associations

between brain compatible instruction and student achievement and behavior.
The results of the research confirmed my intial beliefs about the three

structures mentioned above; the classroom that implemented all three protocols

(brain compatible instruction, social emotional development program, and

classroom community building strategies) showed the greatest increase in
student achievement, the greatest decrease in student absence rates, and the

greatest percentages of student confirmation of feeling valued, respected, cared
for, and listened to. For the most part, the teacher who implemented none of the

structures was at the opposite end of the spectrum; the data showed that
classroom had the least increase in student achievement, and greatest increase

in student absence rates, and much lower rates of students feeling valued,
respected, cared for, and listened to.

v

DEDICATION

To Margaret Glick, who helped me find my path in education, sparked my
interest in brain compatible teaching, and is the best mom in the entire universe.

TABLE OF CONTENTS

ABSTRACT........... .......................................................................................
LIST OF FIGURES...........................................................................

iii

viii

CHAPTER ONE: INTRODUCTION

Introduction........................................................................................

1

CHAPTER TWO: LITERATURE REVIEW
Literature Review ..............................................................................

3

Brain CompatibleInstruction....................................................

3

Social EmotionalEducation ....................

11

Classroom Community............................................................

19

CHAPTER THREE: METHODOLOGY
Framework Lenses............................................................................
Research Methodology

31

............................................................... 31

Validity................................................................................................ 33
Limitations .......................

33

Positionality .................

34

Research Question............................................................................

35

Research Design............................

35

Demographics ...................................................................................

37

Participants........................................................................................

38

Participant Surveys ...........................................................................

40

Dataset............................................................................................... 40

vi

CHAPTER FOUR: DATA ANALYSIS

Data Analysis ....................................................................................

42

Assessment Data.............................................................................

42

Student and Parent Survey Data......................................................

46

Teacher Observation Data ................................................................

50

Student Attendance and Behavior Data .....................

51

CHAPTER FIVE: CONCLUSION

Summary...............................................

54

Implications........................................................................................

57

Future Research ...............................................................................

58

Practice in the Classroom .........................................

58

Policy......................................

59

APPENDIX A: SURVEYS.............................................................

60

APPENDIX B: TEACHER OBSERVATION CHECKLIST ............................

70

APPENDIX C: INFORMED CONSENT FORMSAND
INSTITUTIONAL REVIEW BOARD APPROVAL..............

73

REFERENCES.................

80

vii

LIST OF FIGURES
Figure 1. English Language Arts Assessment Data.............

43

Figure 2. Math Assessment Data................................................................. 44
Figure 3. Male Student Survey Data ............................................................ 47

Figure 4. Female Student Survey Data.......................................................

48

Figure 5. Teacher Observation Data............................................................ 50
Figure 6. Student Attendance Data....................................

viii

52

CHAPTER ONE
INTRODUCTION

Introduction

With the emergence of the highly technological 21st Century, educators

often struggle with how best to engage, teach, and support their students.

Having to compete with devices like the iPad, iPhone, Wii, and a multitude of
other entertainment systems, teachers are left wondering if they will ever be able

to gain back the attention of their students. As educators must compete with
technology for the attention of students, a multitude of resources, innovations,

and “research-based” new teaching strategies are constantly competing for the

attention of teachers.
Sifting through the innovations and new ideas, trying to identify the ones

that will work with our own group of students, to teach the standards we must,
with the amount of time and materials we have, is often a daunting task. As a

new teacher, I struggled with this problem and felt like I was grasping at straws,
trying to find strategies and structures that worked, with most students, to teach

most standards, with the amount of time and materials I had. I wanted to explore
several different strategies in my classroom and identify which strategies had a
positive impact on my students, which didn’t seem to have any impact, and which

had a negative impact. In my study, I aimed to find the relationship between
brain compatible instruction, social emotional development strategies, and
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classroom community building techniques; in those structures I hoped to find an

effect on student academic achievement, attendance and behavior.
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CHAPTER TWO

LITERATURE REVIEW

Literature Review

Brain Compatible Instruction

As neuroscientists continue to make new discoveries about the brain,
educators are more able to find relevant classroom connections to this

information. As those classroom connections are made, some research has
begun that relates the way the brain learns best to effectively run classroom

communities and the positive social emotional development of students; the
connections between these three elements of a classroom will be discussed in

the following review of current literature.
Caine & Caine (2009) have developed a set of 12 learning principles that
encompass much of the learning about the brain that has emerged over the past
two decades. These principles are applicable to any educational setting and give

a broad overview of the elements that are important to keep in mind when
developing or moving towards brain-based or brain compatible instruction. Their
12 learning principles are:
1. The search for meaning is innate

2. The search for meaning occurs through patterning

3. Emotions are critical to patterning
4. Learning is developmental
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5. Every brain is uniquely organized
6. There are at least two ways of organizing memory
7. Learning always involves conscious and unconscious processes

8. Learning involves both focused attention and peripheral perception
9. The brain/mind processes parts and wholes simultaneously
10. Relaxed alertness proves the optimum emotional climate for learning
11. Complex learning is enhanced by challenge and inhibited by threat

12. The brain/mind is social
Each of these principles gives educators a new lens through which classroom

instruction, assessment, management, and community building can be viewed.

Realizing that brains exist (in part) as a way for humans to search for meaning,
recognize patterns, organize information in complex ways, and socially interact

while they learn has tremendous implications for educators and classrooms. If
we are to apply this knowledge in our classrooms and schools, then we should

be seeing a move towards collaborative grouping, the use of graphic organizers
and other visual learning devices, the ability in teachers to find ways for students

to make emotional connections to new learning, and above all, curriculum,
assessments and standards that are based on relevant and meaningful topics

and ideas. Instructional decisions in the future must be guided by this new
knowledge of how the brain learns best, if we want to educate students in a way
that meets their cognitive and social needs, as well as the needs of the 21st
Century.
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Lombardi (2008) applied the 12 principles described by Caine & Caine

(2009) to discuss the learning and teaching of English Language Learner (ELL)
students. To begin her discussion of brain compatible strategies for teaching
ELL students (as well as students who are proficient in English), she explains

that only about a decade ago, neurobiologists discovered that “neurons are

constantly being born, particularly in the learning and memory centers." This was

discovered after neuroscientists had long believed that each person was born
with all of the brain cells they would ever have. These new neurons make

connections to other neurons, which build upon each other, creating new neural
networks and strengthening understanding and connections. This development

in neuroscience, the finding that brains can grow and change as we learn,
coupled with what we know about how the brain works, that the brain has
plasticity, or the ability to be flexible and ever-changing, is important for
educators to understand. Very different from earlier theories about the brain, this

information is proof that anyone, child or adult, can learn and change their
behavior.

Lombardi’s research, aligned to the 12 principles discussed previously,

supports the importance of creating positive learning environments. These
positive learning environments include classrooms and routines that encourage

social interactions, collaboration and cooperative groups, thematic teaching,
novelty, and are viewed by students as challenging, but non-threatening and
supportive. These learning environments not only support brain compatible
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instruction, but student social emotional development and the development of

successful classroom communities.
Armstrong’s research strengthens the need for safe learning
environments, which Lombardi views as integral to a successful brain compatible

classroom. Though she does not specifically cite Caine & Caine’s (2009) 12
principles in her text, Armstrong’s (2008) strategies align closely to those
principles as well. Her guiding principles for designing brain compatible
instruction are

1) students should be engaged in meaningful work, 2) lessons should be
constructed in a way that encourages students to do the thinking, 3)

teachers should consistently make connections to students’ daily lives,
and 4) educators must teach in such a way that failure is not an option.

(P- V)

Armstrong asserts that “our job as teachers is to help students grow synapses
[connections made between neurons] - by encouraging the development of new

ones and making existing ones more permanent” (Armstrong, 2008, p. 16).
Similar to Lombardi’s text, Armstrong’s book suggests that to help promote the
development of these connections, educators use social interactions, visuals,

music, and movement to increase engagement, employ the use of graphic
organizers, clearly communicate objectives at the beginning of the day, and a

utilize summative closure at the end of the day. This summative closure not only

supports brain compatible instruction, but can serve as an opportunity to
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strengthen the classroom community bond and reinforce social and emotional
development in students; I have seen classes in which students take turns

creating illustrated summaries of each day in class and present these to the
group. Not only is this a content review, but a chance to develop classroom

community and strengthen social emotional development in students.
Continuing the connections between brain compatible instruction and
social and emotional development, Armstrong also discusses research about
mirror neurons, neurons that “mirror” the behavior or body language of someone

else. Humans observe facial expressions, body language, and actions of others,
in part to identify the emotional state of those around us. We then “mirror” this
emotional state ourselves, adjusting our mood to those surrounding us, similar to

the act of empathy. For example, seeing a friend cry might cause us to cry or
become emotional with our friend; our mirror neurons are reacting and adapting

to our environment. Discussing the power of mirror neurons and learning by
example, Armstrong asserts that “if we expect students to behave
compassionately and thoughtfully, then we need to show them genuine models

of caring relationships with adults and peers” (Armstrong, 2008, p. 26). These

genuine, caring relationships that are essential for the development of a brain
compatible classroom are also an integral element in creating a culture of
classroom community and building positive social emotional behaviors in

students. In fact, throughout her book, Armstrong weaves in the need for
positive social interactions to increase student engagement, as well as develop
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and strengthen social skills. She asserts that “key factors that support the

success of at-risk learners include social competence, autonomy, problem
solving, and the presence of a significant adult in the life of the student”
(Armstrong, 2008, p. 103). So for our at-risk learners, even more important than

getting good grades or performing well on standardized tests, learning the social

skills and developing relationships with peers and adults are integral to
experiencing success at school.
Wolfe’s text (2010) furthers the discussion of the interrelatedness of brain

compatible instruction and social and emotional development in students, as she

examines the specifics of how the brain functions during the pre-

adolescent/adolescent years of life. Although the structure and function of the
adolescent brain is similar to those of adults, it is far from being fully developed;

the prefrontal cortex, often referred to as the “CEO of the brain,” will not become
fully myelinated (functioning efficiently and maturely) until around 30 years of

age, or perhaps even later in life (Wolfe, 2010, p. 85), This prefrontal cortex is

extremely important, as this is the area in which “executive decisions are made

and where ethical/moral behavior is mediated” (Wolfe, 2010, p. 85). Specifically,

this is the area of the brain that allows us the ability to organize multiple tasks,
inhibit impulses, maintain self-control, set goals and prioritize, empathize with
others, make sound judgments, plan ahead, use strategies, solve problems, and

adjust behavior when a situation changes. This is a long list of difficult tasks we
expect from adolescents, especially considering that adolescent brains haven’t
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fully developed those “regions [of the brain] responsible for ‘putting the brakes’

on risky behavior” (Wolfe, 2010, p. 83). This lack of prefrontal development

requires educators to assist and model appropriate behavior, as students
develop the social and emotional skills needed to successfully fit into the adult

world. Because the prefrontal cortex isn’t yet functioning at the same level as an
adult, social skills and appropriate behavior must be modeled for adolescents;

without having positive social skills, organizational skills and relationship building
modeled for them, students may have a difficult time adjusting to the demands of
middle school, high school, college, and the workplace.
Wolfe (2010) further argues that adolescent brains are “ready and eager

to learn, [but] growth and branching of dendrites [or making neural
networks/connections] will not occur without stimulation” (Wolfe, 2010, p. 80). To

create situations in which students are able connect new learning to prior
experiences, as well as stimulate new connections in their thinking, Wolfe and

other authors provide a multitude of suggestions. Using role-play, peer teaching,
project-based activities, collaborative groups, novelty, games, innovative
grouping, technology, manipulatives, and experiential learning situations in a

classroom not only engages students by providing meaning and an emotional
connection to their learning, but gives students opportunities to develop their

social and emotional skills and bond with classmates. Building lessons in which

teachers activate and build upon prior student knowledge, help students to
“chunk” information, identify big ideas or themes, provide opportunities for
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students to learn through multiple modalities, revisit information over time, make
connections between student learning and the “real world,” and creating and

maintaining a safe and welcoming learning environment, will develop students

who are highly engaged in their own learning of content as well as social skills.
This well-known educator and trainer in brain compatible instruction often says,
“Emotion drives attention, and attention drives learning” (Wolfe, 2010, p. 119).
True attention to learning is only possible when students feel physically,

mentally, and emotionally safe. One important aspect of feeling safe is being in a
comfortable learning environment, one in which students experience “physical

and mental security, respect, intellectual freedom, self-direction, paced
challenges, feedback, and active learning experiences” (Tokuhama, 2011, p.

220). Tokuhama asserts that “balanced with high-content knowledge, the

learning environment is one of the most important determinants of high quality
teaching-learning exchanges” (Tokuhama 2011, p. 220). This safe environment

allows students an arena in which they can practice social skills, while also

learning and practicing content knowledge. Not only is this highly brain

compatible, it is also an example of a classroom community that is working to
support student social and emotional development and increase students bonds

to peers, teachers, and the school as a whole.
Learning environments that are successful in meeting the cognitive, social,
and emotional needs of students are often those that encourage kids to be
reflective and practice empathy, a main tenet of most social emotional
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development programs. Tokuhama (2011) cites Rothbart, Posner, and Rueda’s

2008 study, in which their team concluded that “empathy is strongly related to
effortful control, with children high in effortful control showing greater empathy”
(Tokuhama, 2011, p. 145). Tokuhama believes that the relationship between

empathy and self-management is a cyclical one, in which success in one area
breeds success in the other area; students who can successfully empathize with

others are more likely to be able to practice self-management skills, and students
who are successful at self-management are able to empathize with others.
The topics of empathy, safe learning environments, and opportunities for

social interaction continue to arise within the literature on brain compatible
instruction, which leads to a discussion on the current literature on the topic of
student social and emotional development. Many practices which have been

identified thus far as brain compatible will prove to promote healthy social and

emotional development as well.

Social Emotional Education
Whitted (2011) focused her research on children entering their initial years

of education (preschool & kindergarten) and how deficits in their social and
emotional development impacted their educational trajectory. In the research
Whitted cites, teachers have reported deficits in social skills for a growing

number of children entering school; upon entering preschool or kindergarten,
many students do not have the social, academic, or emotional skills to succeed

in their classrooms. Rimm-Kaufman et al. (2000) (as cited in Whitted, 2011)
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found that in a national survey of more than 3,000 teachers, 30% of kindergarten
teachers reported that “at least half of the children in their classes... had difficulty

following directions and working in a group, and 20% reported that at least half

the class had problems with social skills" (Whitted, 2011, p. 10). These social
skills are necessary for students to have, so that they are able to work

cooperatively, play with their classmates, and navigate social situations. When
these skills are underdeveloped or nonexistent, students face isolation and

alienation from their peers, and because social connection is so powerful to

learning, this isolation and alienation can set into place a cycle of failure to
continue throughout their educational careers.
The Center for Evidence-Based Practice (as cited in Whitted, 2011) stated
that “early appearing behavioral problems [like those mentioned during the

previous paragraph] during a child’s preschool years are the single best

predictors of school dropout, delinquency, gang membership and adult
incarceration" later in their educational careers (Whitted, 2011, p. 12). Realizing
that many behavioral problems stem from inadequate social skills, Whitted

asserts that a possible solution to helping prevent these negative behaviors is
through the use of interventions focusing on social emotional education and
character development; she suggests that students who have had experience

learning about empathy and other elements of social emotional health are more
successful in the classroom.
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Whether social emotional skills are taught at home or at school, healthy
relationships with family, teachers, and peers, are critical to the development of
positive social skills in children. Research by Shonkoff, Phillips & National

Research Council (as cited in Whitted, 2011) found that “children’s early

relationships set the stage not only for later emotional development, but also for
cognitive development and academic achievement” (Whitted, 2011, p. 13). This
finding not only supports building strong classroom communities, in which

children experience strong bonding relationships to their teacher and peers, but

also the need for cementing a child’s strong social emotional development, at
home and at school; students who are socially successful are more likely to be
academically successful.

As seen in Elliot, McKevitt & DiPerna’s research (2002) (cited by Whitted
2011), appropriate social skills will “not only increase the success of a student’s

social relationships but also play an important role in successful academic
performance and avoiding negative responses from others” (Whitted, 2011, p.
13). So not only will social skills help students positively navigate new

experiences and help them form positive relationships, these skills also have an

effect on achievement. What this research indicates is that one of the building
blocks of a successful education for any student is an understanding of how to

interact socially and build and maintain relationships. These basic building
blocks of a successful education (positive social interactions, building

relationships, etc...) are often found in classrooms that implement brain
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compatible instruction, social emotional education and classroom community

building strategies.
A classroom community is not only built on a bond between students, but

must also include a student to teacher bond. As Marzano, Marzano & Pickering

(2003) (as cited in Whitted, 2011) found, a “high-quality student-teacher
relationship reduces behavioral problems in the classroom and promotes
learning” (Whitted, 2011, p. 13). Most teachers innately know that the stronger

their relationships with their students, the less behavioral problems the classroom
will experience; often, when teachers take the time to get to know their students

and develop relationships with them, one effect is that students respond by

behaving better in the classroom. Just as in any profession, positive
relationships with those you work with has a positive effect on how well and how
easily you can do your job. When students know that you care about them, they

are likely to respond positively, and ultimately, learn more.

Social emotional and character development programs such as Second
Step, The Incredible Years Series, Promoting Alternative Thinking Strategies,

and Strong Start have been found to be promising prevention and intervention

programs that can be implemented in classrooms. The aforementioned
programs “have shown to be effective in improving children’s social and

emotional competence and decreasing behavioral problems in the classrooms”
(Whitted 13). Having knowledge of the connection between social emotional
competence and improved behavior and increased academic achievement can
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help educators see the value in spending classroom time on social emotional

education and/or character development programs. Not only do these programs
affect a positive change on student achievement and behavior, but most align

with the tenets of brain compatible instruction, utilizing cooperative learning, role
play, and simulations to further enhance the social and emotional skills learned in

the curriculum, which translates into a stronger classroom bond.
Conduct Problems Prevention Research (1999) (as cited by McKown

2009) found that “school-based social competence promotion programs [such as
those mentioned above] consistently increase a child’s level of social
competence as reported by parents and teachers; they also enhance children’s

peer acceptance" (McKown, 2009, p. 859). This research, connected with

previously mentioned research about the academic and behavioral results of
students with well-developed social skills, points to the theory that social
competence promotion programs (also known as social emotional or character

development programs) not only impact social competence, but as a result of the
increased social competency, also impact student behavior and achievement

Similarly, Nowicki & Duke (1994) (as cited by McKown 2009) found that

children’s “ability to infer others’ emotions from facial expression, tone of voice,
and posture was related to children’s locus of control, self-esteem, peer regard,
and achievement test scores” (McKown 2009, p. 859). Most social emotional

education programs are built in part on a foundation of teaching students about
empathy and how to foster that empathic response in a classroom or school
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community. Empathy relies in large part on picking up on verbal and nonverbal

cues, such as facial expression, tone of voice, and posture; a successful social
emotional education program will develop the skill of empathizing in students,

which Nowicki and Duke’s research shows may have a positive impact on selfesteem, social success, and achievement. With our knowledge of mirror neurons
mentioned before, a connection can be made between empathy taught explicitly

in the social emotional development curriculum and the effect of mirroring
behavior that we implicitly learn as we grow.

In choosing a social emotional curriculum to develop social emotional
skills, McKown’s (2009) research suggests locating programs with several
components, including developing “nonverbal accuracy... social meaning...

social problem-solving... and self-regulation” (McKown, 2009, p. 860). Since

social success requires the ability to read nonverbal cues as well as verbally

exchange ideas, students who can successfully do both, as well as empathize,
will likely experience much more social and academic success than students who
lack the ability to read nonverbal cues, infer meaning from statements, and/or

empathize with others.
Greenberg’s further research (407) (as cited by Durlak 2011) found that

programs designed to develop social emotional skills can “promote personal and

environmental resources so that students feel valued, experience greater intrinsic

motivation to achieve, and develop a broadly applicable set of social-emotional
competencies that mediate better academic performance, health-promoting
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behavior, and citizenship" (Durlak, 2011, p. 407). In other words, with the
implementation of an effective program, social emotional curriculums can have a

positive effect on student motivation, academic achievement, and sense of

feeling valued or bonded to school. In Durlak’s study, students who participated
in a social and emotional learning (SEL) intervention were tracked alongside a
set of control students. Students who participated in the SEL intervention were

found to have “enhanced SEL skills, attitudes, and positive social behaviors
following intervention, and also demonstrated fewer conduct problems and had
lower levels of emotional distress" (Durlak, 2011, p. 413). These results are what

we hope for with any new behavioral program or curriculum; positive student
social skills, attitudes, and behaviors increased while negative behaviors and

emotional distress decreased. Durlak further asserts that certain SEL curriculum
“enhanced students’ behavioral adjustment in the form of increased prosocial
behaviors and reduced conduct and internalizing problems, and improved

academic performance on achievement tests and grades" (Durlak, 2011, p. 417).
With this information, social emotional education programs seem to be the

answer to many prevalent problems, especially at the middle school level.

Educators often find that during adolescence, positive student behavior,

achievement, and the ability to problem solve decrease, while negative behaviors
increase and achievement levels drop. With the implementation of an effective

social emotional educational curriculum, the root of many of these problems (lack
of self-esteem, poorly developed social skills, etc...) may be addressed and
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students may be able to stay on a more successful, positive educational

trajectory. In addition to a social emotional development program, brain

compatible instruction/assessment along with classroom community building can

support healthy student social emotional development.
Further support for these programs comes from Zins et al. 2004 (as cited
by Durlak). Zins found that much of the available (and proven effective) SEL

curriculum aims to “enhance students’ connection to school, classroom behavior,

and academic achievement” (Durlak, 2011, p. 417). With the aforementioned

research as support, the connection between student bonding to school and
classroom, social emotional development, and structures to enhance and support

positive behavior and achievement (such as brain compatible instruction) is
further strengthened.

In their research, Trentacosta & Izard 2007 (as cited by Caldarella 2009)
found that “effective SEL programs are designed to promote such competencies

which predict positive outcomes such as peer acceptance and higher academic

achievement” (Caldarella, 2009, p. 52). These competencies include increased
self-esteem, self-regulation, and other prosocial behaviors, such as empathy.
With the implementation of an effective SEL program, student prosocial
behaviors are likely to increase, along with their academic achievement.

In a study on the effects of an SEL program on elementary school
students, Caldarella found that students who participated in the SEL program

“experienced significant increases in peer-related pro-social behaviors and
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significant decreases in internalizing behaviors... especially [benefiting] the at-

risk students who showed greater increases in pro-social behaviors and greater

decreases in internalizing behaviors than average students" (Caldarella, 2009, p.
55). Since the majority of the school population in this thesis research is
considered “at-risk” (by standards including low academic achievement,
behavioral problems, etc...), it is important to note that the social emotional

education programs showed even greater success with improving the behavior
and achievement of at-risk students. As the next section will demonstrate, not
only do social emotional development programs and brain compatible instruction

greatly benefit at-risk students, but a bond to their classroom and school
community can have a significant and positive impact on their educational

trajectories.

Classroom Community
Since at-risk students represent a major population in our current
educational system, it is vital for educators to recognize the impact that a
supportive teacher, administrator, or school can have on a child. Christensen

argues that (as cited by Nadge 2005) “although schools cannot control the risk
factors in the lives of their students, they can help to mitigate the risks by
enhancing protective factors" (Nadge, 2005, p. 29). Those protective factors may

include the implementation of an effective SEL program, the use of classroom
community building techniques or steps to improve school bonding. But above
all, the most important protective factor we can use to our advantage when
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working with kids (at-risk or not) is to use our power as educators to improve a

student’s life. This idea is evidenced by Rowe and Rowe’s research (2002) (as
cited by Nadge 2005), which found that “class or teacher effect on success

surpasses the impact made by student background, school factors, and
administration factors” (Nadge, 2005, p. 29). If we want our students to succeed,
we must be utilizing our power as classroom teachers to the fullest extent; we
must be the positive, nurturing force that supports kids as they figure out how to

successfully socially interact, sustain relationships, and achieve high academic

goals.
Dweck (1998) (as cited by Nadge) also found evidence to support her
assertion that “theories of self are actually shaped by classroom contexts,

processes and relationships” (Nadge, 2005, p. 30). If theories of self are shaped
within the classroom and school, and positive theories of self-promote higher

achievement and prosocial behaviors, then we must help to create positive
theories of self in our students. Especially during the time of adolescence, when
students begin to develop solid theories of self and relationships take on a bigger

role in their lives, students need a classroom community that practices empathy

and understanding, if we expect these young people to practice those prosocial
behaviors. As evidenced by previously mentioned literature, empathy is often

best taught by a teacher who models empathic behavior within the classroom,
which is part of creating a brain compatible learning environment.
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School and classroom bonding, supported by brain compatible instruction
and social emotional development programs, is a huge factor in promoting

prosocial behavior and increasing academic achievement. As Goodenow (1993)

(as cited by Oelsner) points out, his research found that “youth who are strongly

bonded to their school are more likely to be academically motivated and
successful and are less likely to engage in youth problem behavior, such as
delinquency, violence, and substance use” (Oelsner, 2010, p. 464). Simply by

developing and maintaining a strong bond between school and students,
teachers and school staff are actually helping to increase academic motivation
and decrease problem behaviors. With this data, it is difficult to find any negative

aspects to building and fostering a strong and positive classroom and school

community; an increase in positive behaviors and a decrease in negative
behaviors is what most teachers and administrators search for day in and day

out, year after year.

A strong school bond starts with the relationships students have to each
other, their teachers, and other school staff members; a strong school bond can

be achieved in many ways, but often, it starts with a student’s personal

connection to at least one adult on the school campus. If a student feels that
they have an adult at their school that they can talk to, they develop a bond with
that adult, and thus, the school. In middle school especially, though, this can be

a difficult task; students spend their school days traveling from teacher to teacher

for short blocks of instruction, they may be one in 1,000 students, and lack the
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opportunities to bond to their school that younger students might have. This lack

of bonding may also be a simple fact of adolescent emotional and cognitive

development; Simons-Morton’s (1999) (as cited by Oelsner) study revealed that

“the decline of school bonding over the middle school period may be a part of

normative adolescent development" (Oelsner, 2010, p. 479). As part of child and
adolescent development, children begin to develop their own values and ideas

about the world, and in the process, often separate what they believe from what

their parents, teachers, and other authority figures believe; during this process, a

decline in student to school bonding may be seen as a cognitive and social
emotional function of adolescent development Adolescents push away in order

to find their own identity.
Oelsner’s study further suggests that “schools in general might not be

suitable to satisfy the developmental needs of students” (Oelsner, 2010, p. 480).
As previously mentioned earlier, a greater number of teachers at the middle

school level often results in a lack of developed relationships between student
and teachers, which may be detrimental to adolescent development In much of

the aforementioned research, it has been shown that students require positive
(often adult) models in order to develop prosocial behavior. This prosocial

behavior has been shown to result in increased achievement and educational
success. If students don’t develop relationships with adults who can model
appropriate social behavior, not only are they missing out on an opportunity to
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bond with their school, they may be missing important social cues that are

modeled and taught by trusted adults.
Eccles 2004 (as cited by Oelsner) further argues that since the “structure

of middle school may not match the developmental needs of early adolescents...
the transition to middle school [is] a critical period of development” (Oelsner,

2010, p. 480). Not only is this a critical transition time for students in a social
sense, but in the cognitive sense as well; as mentioned earlier, adolescent brains
do not yet have a fully developed prefrontal cortex, which is the area responsible

for making judgments, critical thinking, and problem solving. Without a strong

connection to a teacher, school bonding decreases, which leads to negative

behaviors with consequences that may not yet be understood without a fully

developed prefrontal cortex. With what we know from brain compatible
instructional strategies, social emotional development programs, and the effects

of student to school bonding, attention is again brought back to the value of the
classroom teacher and relationships between students. Oelsner (2010) also
found that:
frustration among students with poor grades may hamper their ability to

form positive bonds with their schools. Within school activities that are

independent of grades, such as arts and music activities, athletic activities,
and school-improvement projects that involve both children and teachers,

may be important to strengthen teacher-student relationship and school

bonding, especially for students who struggle academically, (p. 481).
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So not only do at-risk students (as well as those that are not at-risk) benefit from

developing and maintaining a relationship with a teacher, but they especially
benefit from participating in school sponsored activities in which a teacher is not

responsible for a grade. This is disheartening news at this economic moment, as
extracurricular programs are often the ones to experience the first cuts to funding

and in many schools, have now been eliminated completely. School bonding

positively impacts student development of theories of self and academic
achievement, information which supports the necessity for building a strong

classroom and school community, especially a community within the school, but

distinctly different from graded classes. Whether in a graded classroom or not,
positive teacher behavior is consistently found to have a major impact on the

success of their students.
In fact, Harris & Rosenthal (1985) (as cited by Rubie-Davies 2010) found
that one of the teacher expectation effects on individual students that was “of

greatest importance in communicating teacher expectations... [was] creating a
warm socio-emotional climate” (Rubie-Davies, 2010, p. 123). In other words, if a w

teacher creates a classroom community in which students feel socially and

emotionally safe (which is also a hallmark of a brain compatible classroom),
students will understand that their teacher cares about them and expects them to

be successful.

This difference in teacher expectations is further explained by RubieDavies; she found that teachers with consistently high expectations of their
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students “had students working in mixed-ability groups, promoted student
autonomy in learning activities, carefully explained new concepts, provided

students with clear feedback, managed behavior positively, and asked large
numbers of open questions... [while teachers who had consistently low

expectations] maintained within-class ability groups, directed student learning
experiences, frequently gave procedural directions, reacted negatively to student
misbehavior, and asked mostly closed questions” (Rubie-Davies, 2010, p. 125).

So teachers who had high expectations of their students also supported positive

social emotional development and were practicing brain compatible strategies.

Not only do teachers with high expectations often communicate acceptance
within a safe classroom community, but they support students socially in giving

them chances to work cooperatively with students of varying levels of ability,

have choices in their own learning, and by rewarding positive behavior rather
than focusing on the negative behavior. Teachers who have low expectations of
their students group students based on ability, use direct instruction methods,

and react to the negative behavior of students; these instructional choices do not
support student social and emotional development, which we now know is an
important factor in decreasing negative student behavior and increasing positive

student behavior and student school bonding.

To further support this idea that teacher expectations and behavior impact
student learning, as well as social progress, Wentzel (1999) (as cited by Rubie-

Davies) found that “student learning is enhanced in classrooms where students
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feel their teachers have positive attitudes toward them” (Rubie-Davies, 2010, p.

125). Clearly, teachers have the ability to change the classroom climate,
whether positively or negatively. All educators have the potential to build a

strong classroom community and have high expectations of their students, thus
supporting prosocial behavior and student learning, while at the same time,

practicing brain compatible strategies. If teachers behave positively and have
high expectations for their students, their students will be more successful. This

is evidenced by Ryan & Patrick’s 2001 study (as cited by Rubie-Davies) found
that when teachers recognize positive student attitudes within their classrooms,

“they are more likely to foster positive student attitudes and social relationships
leading to enhanced motivation, engagement, and success in school" (RubieDavies, 2010, p. 131).

Clearly, building both school and classroom communities is an integral

part of developing a student school bond; students who feel bonded to their
school, whether it is because they have a personal connection with a teacher, or

they have an extracurricular activity that they find meaningful, or they feel
involved in the decision making process at their school, will be more successful

than students who lack a bond to their school. Lehman’s 1993 research (as cited

by Nicholas) concluded that “schools that cultivate a sense of community display
less alienation, less student social misbehavior, increased commitment among
students and teachers, and greater teacher autonomy” (Nicholas, 1997, p. 200).
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Students (as well as teachers) who feel connected to their school are more
committed to being successful.

As at-risk populations become an increasingly large percentage of our
student population, educators must find ways to connect with these students
especially. Wehlage (1989) (as cited by Nicholas) found that for students who
are at risk, “academic achievement often improves when they work with teachers

who encourage the formation of close personal ties” (Nicholas, 1997, p. 201). If

a personal connection with a teacher might be the difference between a student
graduating or dropping out, caving to peer pressure or not, having high
expectations for themselves or not, then educators must work to build a strong
classroom community, in which they develop personal connections between

themselves and every student, at-risk or academically high achieving. These

successful classroom communities not only integrate elements of social
emotional development (whether using a specific curriculum or not), but utilize
brain compatible structures such as cooperative learning and graphic organizers

to help organize student learning. Further support from Lewis’s research (1995)
suggests that:

caring, responsive classroom communities foster more than students’
social and ethical development; such communities may also enhance

students’ academic development. Students work harder, achieve more,

and attribute more importance to schoolwork in classes in which they feel
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liked, accepted, and respected by the teacher and fellow students, (p.
201).
At a time when standardized tests are given so much weight and achievement is

a top priority for many educators, simply practicing respect and acceptance in a
classroom may be the answer to some of our student’s academic problems. Any
intervention that improves student behavior, increases achievement, and
supports the social and emotional development of a student sounds like a
positive change to any school or classroom.

As further support for the necessity of increasing student school bonding
and building classroom communities, Maddox cites research that has shown that
“students with poor school bonding have higher rates of delinquency, substance

use, school dropout, and teen pregnancy” (Maddox, 2003, p. 31). Not only does

school bonding increase achievement, as mentioned in previous literature, but
lack of school bonding actually increases the rates of negative behaviors in
students. Simple systems such as athletic programs, extracurricular activities,

and other ways to express a connection to school can impact students in a
positive and meaningful way.

Having seen that SEL programs have an impact on student theories of self

and ability to behave in socially appropriate ways, the following study finds a link
between social emotional development (specifically, the development of self
control) and school bonding; Gottfredson & Hirschi 1990 found that students with

“low self-control will not only exhibit deviant behavior but also have difficulty
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bonding to school” (Maddox, 2003, p. 34). In other words, students who don’t

develop prosocial behavior will have a more difficult time bonding to school. This

data is supported by the earlier mentioned research which found that students
who don’t develop socially appropriate ways of interacting with peers and

teachers will experience alienation, isolation, and a general disconnectedness
from those around them.

Conversely, Wade and Brannigan 1998 found that “high levels of bonding

to prosocial others led to decreases in risk-taking behavior" (Maddox, 2003, p.
34). Those students who develop a personal connection to peers or teachers

who exhibit prosocial behaviors will actually decrease their own risk-taking
(negative) behavior. Similarly, Maddox found that “high levels of school bonding
are expected to delay the initiation and reduce the likelihood of substance use"
(Maddox, 2003, p. 39). With the alarming frequency of substance abuse at the

middle school level, any method educators can find to delay or stop entirely this

type of risky behavior should be, at the very least, investigated further; whether
this is a school bonding program, a social emotional development program, or
some other fix. Maddox also found that “school bonding [is] a protective factor

that inhibits negative and promotes positive life outcomes through its effects on

opportunities for prosocial interactions" (Maddox, 2003, p. 45). Cernkovich &

Giordano’s 1992 study also found that "school commitment, school involvement,
and attachment to school were significant predictors of delinquency” (Maddox,
2003, p. 39). All of this research supports the idea that school bonding or
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connection to a community will decrease the likelihood that students will make a
choice that leads to negative behaviors. School bonding leads to an increase in
positive behaviors and achievement and a decrease in negative behaviors, brain

compatible instruction provides opportunities for effective teacher modeling of
prosocial behaviors, behaviors which can be extended through social emotional
development programs and supported by school bonding.
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CHAPTER THREE

METHODOLOGY

Framework Lenses
According to the research cited in the literature review, brain compatible

instruction, social emotional education, and classroom community building can

have an impact on student achievement and behavior. In other words, the way in

which students are treated by their classroom teacher and other staff members

can actually change their performance in school. If each of these three
structures (brain compatible instruction, social emotional education, and

classroom community building) has been proven to have an effect on student
achievement and behavior, what might be the effects of a teacher implementing

all three structures simultaneously? The following study used the previously

cited literature research as a basis for examining the possible relationships
between brain compatible instruction, social emotional education, and classroom
community building, and the impact those structures have on student
achievement, attendance, and behavior.

Research Methodology

As part of this study, data was collected from a group of sixth grade
students at a K-8 school in Southern California. The data collected was meant to

examine the extent to which there was a change in behavior, attendance, and/or
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student achievement, in the context of several classroom structures/strategies
implemented in classrooms of adolescent (11-12 year old) students. The
objective of the study was to identify if an impact from these structures is positive
or negative, as measured by various outcome indicators, and the extent to which

it exists, positively or negatively. Since the purpose of the study was exploratory,
I hope to use the data collected to strengthen future efforts to boost student
achievement, improve attendance, and promote more positive behaviors, as well

as decrease negative behaviors, in schools.

I collected my data through the use of several methods, including: parent,

student, and teacher surveys; classroom observations with the use of a checklist;
past and current attendance and behavior data; and standardized test and district
benchmark scores. By exploring the possible connections between brain
compatible instruction, social emotional development, and classroom community

building, I hoped to find more solid connections between these structures and
student achievement, attendance, and behavior than the limited amount of data

currently available. While much research has been done on those individual
structures, there is little to no published data on the connections among the three

and their effect on student performance. I began this study with the goal of

finding qualitative and quantitative evidence that these three structures (brain
compatible instruction, social emotional development, and classroom community

building) had positive effects on student achievement, attendance, and behavior.
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Validity

All data collection was approved by the Institutional Review Board (IRB) of
CSUSB; parents and teachers were given anonymous surveys and students
were tracked using student identification numbers. Participation was voluntary;

all sixth grade students, parents, and teachers were asked to participate from

one school site, to ensure a wide range of background/prior experiences with
achievement, behavior, and attendance. The school population of sixth graders

was about 90, all of whom were included to make sure there were participants
that covered a wide variety of backgrounds, ethnic, gender, and otherwise.

Limitations
Limitations of the study include the small sample size and the limited time

available: to improve validity of future research, a larger sample size would be
achieved by including several schools with diverse student populations, which
are also implementing the three structures previously mentioned, and tracking

their progress over the course of several years. Time constraints prevented

research from including final standardized test scores for the group of sixth
graders included in the study.

Another limitation was that although it was made clear in consent forms
that information collected from all observations and surveys would not be directly

communicated to school site administration or other staff members, students,
teachers, and parents may have felt uncomfortable answering survey questions
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honestly. Teachers did not have a 100% rate of return on parent surveys, but
about 66% of sixth grade parents completed and returned the survey, though
many were incomplete.

A final limitation was the involvement of the researcher in the study, as

one of the sixth grade teachers; the researcher was one of the independent

variables in the study, as one of two teachers implementing brain compatible
instructional strategies, a social emotional development program, and classroom

community building structures in her classroom. Due to this limitation, much of
the research mentioned in the data analysis relies on quantitative data, rather

than qualitative. The researcher’s own involvement in the data collection may

also be viewed as a strength, as my own understanding of the effects of these
structures greatly increased through my involvement with the group of
students/participants and other participating teachers.

Positionality

As a sixth grade teacher, I have struggled with how best to engage my
students since I began teaching five years ago. In my pursuit of understanding
this topic, l became interested in brain compatible instruction, and received a

grant to further my training in this field and have attended over 60 hours of
professional development. As I learned more about brain compatible
instructional strategies, I realized how interconnected this topic was to student

social emotional development and classroom community building or school
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bonding. I felt sure that by implementing these three structures in my classroom,
my students would not only be more engaged in their learning, but that I would
see a positive change in student achievement, attendance rates, and behavior.
As I developed these theories and decided to use this as a focus for my thesis, I

realized that my goal was not necessarily to evaluate the effects of BRAIN

COMPATIBLE INSTRUCTION, social emotional development, or classroom
community building, but rather to explore to what extent changes in attendance,
behavior, and achievement occur within the context of these structures. I hope
that with the results of research, I will be able to inform my teaching practices,

whether my data supports my initial hypothesis or not.

Research Question

To what extent do the practices of brain compatible teaching, social

emotional education, and classroom community shape student behavior,
achievement, and attendance?

Research Design

As various factors influence student achievement, attendance, and
behavior, triangulation was used to engage in an exploration of the association
between brain-compatible teaching, social emotional development, and

classroom community building and the impact these three structures have on
student achievement, behavior, and attendance.

35

My goal with this study was not to evaluate the effects of brain compatible
instruction, social emotional development, or classroom community building, but

rather to explore to what extent changes in attendance, behavior, and
achievement occur within the context of these structures. Because these three

structures are relatively new, 1 am more concerned about their emerging impact
on students, not necessarily in engaging in an evaluation of the structures. I hope

to discover several factors or processes that may or may not be a function of

implementing the brain compatible instruction, social emotional development,
and classroom community building structures.

Information was collected through the use of qualitative student, parent
and teacher surveys, teacher observations, as well as quantitative past and

current achievement (CST and district benchmark), behavior and attendance

data.
Quantitative data (student academic achievement, student
discipline/behavior, and student attendance) was collected in the form of

standardized test (California Standardized Test - CST) and district benchmark
scores (in proficiency bands) for math and English Language Arts, school
discipline records [students who receive infractions (minor behavior offenses) as
well as students who receive levels (major behavior infractions) and/or
suspensions/expulsions], and student attendance for the 2010-2011 and 2011-

2012 school years.
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Qualitative data was collected from all sixth grade students,

parents/guardians of current sixth grade students, and all sixth grade teachers at

the school site through the use of a survey. A five-point Likert scale was used
throughout all surveys (see Appendix A). Additionally, sixth grade teachers were

observed five times each and were evaluated on their use of brain compatible
instructional strategies, appropriate social emotional development strategies and

classroom community building strategies (see Appendix B).

Demographics

The school site at which the study was conducted is a K-8 school in a

large elementary school district in the Inland Empire, which for the purposes of

this study will be called the Inland Empire School District. This school was

recently designated as a Science, Technology, Engineering & Mathematics
(STEM) Magnet School, which provides students the advantage of having the

opportunity to learn in an inquiry-based setting; teachers and students utilize the

science lab, computer lab, multimedia lab, or one of the 150 laptops that are

housed in middle-school classrooms on a daily basis.
Enrollment at this K-8 school, which will be referred to as Grove STEM

Magnet is around 700, with 92.5% of the student population socioeconomically

disadvantaged, 63% classified as English Learners (EL) and student with
disabilities comprising 7% of the total population. 92.3% of the students are

Hispanic, 3.5% are White, 1.6% are African American, and American Indian,
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Asian, Filipino, and Pacific Islander students each represent less than 1% of the
total population. Grove is considered a program improvement school, and has
not consistently met API (Academic Performance Index) and AYP (Adequate

Yearly Progress) targets for several years; the student population at Grove is not

making the academic progress that is expected by the state and federal
governments.

Participants

Participants were comprised of the entire sixth grade class at this K-8

school, in addition to their parents and teachers; participation was voluntary and

anonymous. All sixth grade students were given the opportunity to participate, to
ensure a wide range of background/prior experiences with regard to
achievement, behavior, and attendance. The population of sixth graders was

approximately 90 during the period of research collection, and three students

chose not to participate in the surveys; 97% of the sixth grade students were
included in this research.

The three sixth grade classrooms at Grove (approximately thirty

participants in each classroom for a total of ninety) are grouped heterogeneously,
with students of a variety of backgrounds (race/ethnicity, gender, achievement

level, etc...) distributed between each of the three classrooms. This school and
grade level (sixth grade) was identified and selected for inclusion in the study due
to its having three teachers with varying levels of brain compatible teacher
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training, knowledge of social emotional education procedures, and
implementation of classroom community building strategies. On this team of

three sixth grade teachers, two of the teachers had received extensive (60+
hours) training in the area of brain compatible instructional strategies. The third
teacher had received no training and had expressed no interest in finding ways to

improve his current classroom practice.
Prior to the start of the research collection, district and school site

approval was sought and granted. All research collection was approved by the
Institutional Review Board (IRB) at California State University, San Bernardino.
All participants (students, parents, and teachers) were provided with a consent

form; a child assent form (Appendix c) was read to students aloud and an

informed consent form was signed by parents and teachers who agreed to
participate.
Students were made aware of the two primary objectives of the research

project: 1) to identify the impact of the three protocols (brain compatible teaching,

classroom community building, and social emotional development) on student
achievement, behavior, and attendance, and 2) to allow the researcher to gather
and evaluate data in order to disseminate findings to other teachers, schools,
and districts. Sixth grade students were chosen as the target participants
because of the historical difficulty they have had in transitioning from selfcontained fifth grade classrooms to a middle school block schedule, which

includes multiple teachers and electives.
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Participant Surveys
After all participating teachers and parents consented, and their students
assented to be involved in the study, a parent survey was sent home to be
completed by parent and student; this short survey of parent perspective about

student achievement, behavior, and bond to school was returned to the
researcher by the participating student within the week (Appendix A). The

student survey was administered to student-participants by the researcher in the

classroom setting, during the normal school day; the survey was conducted
during elective time, which exists outside of the core curriculum hours, but within

the school day. The survey took less than 45 minutes for students to complete
and included questions relating to student bond to teachers, class of peers, and

school (Appendix A). Participating teachers completed a self-assessment
verifying their level of knowledge in the area of brain compatible instruction

(Appendix A) and allowed the researcher to observe their classroom instruction

for evidence of brain compatible instructional strategies, understanding of social
emotional development, and classroom community building (Appendix B) five
times over the course of six weeks.

Dataset

Along with teacher observation, student, parent, and teacher survey data,
data was collected through the use of Illuminate, a program used to track district

and state assessment results, as well as Zangle, an attendance and behavior
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tracking program; both programs are used throughout the Inland Empire School
District for these purposes. Combining qualitative and quantitative data
collection helped to find trends across the various datasets.
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CHAPTER FOUR

DATA ANALYSIS

Data Analysis

To address the research question, four major analyses were conducted in
this study: (a) an analysis of district and state assessment data, (b) analysis of

student and parent surveys, (c) analysis of teacher observations, and (d) analysis
of student participant attendance and behavior. The objective of the study was to
investigate the relationship between brain compatible instruction, social
emotional development, and classroom community building and to explore the
effects of those structures on student achievement, attendance, and behavior.

This section will be organized by the various types of data collected as part of the

study.

Assessment Data

Data was collected from participating student’s 2010-2011 (5th grade) CST
results as well as their sixth grade district benchmark assessments in both math
and English Language Arts (ELA). For each content area, the scores ranged
from 1 (Far Below Basic Proficiency) to 5 (Advanced Proficiency). Data from 5th

grade (2010-2011) was compared to current assessment results in sixth grade

(2011-2012); students were grouped by their math and ELA teachers and scores
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were analyzed for changes in individual proficiency level throughout the course of
the school year.

For sixth grade ELA, students were split into three groups: teacher A

taught the lowest of the low scorers from the 2010-2011 ELA CST, which
consisted of all Far Below Basic (1) and Below Basic (2) students, while teachers

B and C split the rest of the students, who ranged from Below Basic (2) to
Advanced (5).

Percent of students whose academic achievement
increased, showed no change, or decreased

■ Increased
H No Change .

■ Decreased

TeacherA

TeacherB

TeacherC

Figurel. English Language Arts Assessment Data

As seen in Figure 1, 50% of the 20 students in teacher A’s class (not
trained in the three structures being examined) increased their level of

proficiency or began the year and stayed at a proficient level, while 45% did not
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increase nor decrease in their proficiency level, and only 5% decreased in

proficiency. It should be noted that all students in this class were at the Far
Below Basic or Below Basic level to begin the year; as most were at the most

bottom level to start with, it is not surprising that the majority of teacher A’s group
increased their level of proficiency or stayed the same. Teachers B and C, each
with a total of 28 students, show a slightly higher rate of increasing student

proficiency (54% and 66%, respectively), as well as a slightly higher rate of
decrease in student proficiency (both at 14%). Teachers B and C have been

trained in brain compatible instructional strategies, while teacher A has not.

Percent of students whose academic achievement
increased, showed no change, or decreased

■ Increased

0 No Change

■ Decreased

Teacher A

TeacherB

TeacherC

Figure 2. Math Assessment Data
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For math, sixth grade students were not grouped by CST scores, but were
mixed heterogeneously by ability level, with approximately the same number of
students at each proficiency level in each class; each math class started the year

with students across the span of proficiency levels, from Far Below Basic (1) to

Advanced (5). Figure 2 shows a much different picture from the previously

mentioned ELA scores; less than 30% of teacher A’s students increased their
proficiency level in math from the 2010-2011 CST to a mid-year 2011-2012
district benchmark. Of that class, 32% of students stayed at the same

proficiency level, and 39% decreased in their proficiency level between the start

of the school year and the mid-year district benchmark. Data from teachers B
and C shows that students increased their proficiency level at a much higher rate
(64% and 79%, respectively) and few students decreased in proficiency level,

with 14% of teacher B’s students and 4% of teacher C’s students decreasing in

proficiency level.
Returning to the research question that aims to find a relationship between

three classroom structures (brain compatible instruction, social emotional

development, and classroom community building) and their effect on student
achievement, attendance, and behavior, there is clearly some relationship

between those structures and student academic achievement. Teachers B and
C were implementing brain compatible instructional strategies simultaneously in

their classrooms, while teacher A was not implementing any of the structures.
Teacher C was also implementing a social emotional development program and
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utilizing classroom community building techniques. The assessment data
collected may not be able to conclusively point to one structure that has the most
impact on student achievement, but clearly, teachers B and C are demonstrating

stronger results with relation to academic achievement; almost 40% of the

students in teacher A’s class dropped in their scores, which is equivalent to 11
students, while less than 5%, the equivalent of one student, dropped in teacher

C’s class.

Student and Parent Survey Data

Another dataset examined was the results of the student and parent
surveys. The purpose of these surveys was to gain an understanding of how
students and parents felt about school and to gauge the level of bonding
students felt to their peers, teachers, and school. The surveys were sorted by
math teacher, as students spend most of the day with these “homeroom”
teachers.

About two thirds of parent surveys were turned in and most lacked any

additional information provided for the researcher; most of the parent surveys
were returned with answers to the scale questions, but were left blank on the fill-

in questions. This may be due to the high population of Spanish-only speaking

parents. Out of the 60 surveys that were returned, less than one third included

the name of an adult that their student feels comfortable talking to about
problems. Of the adults that were listed, teacher A was listed three times,
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teacher B listed two times, and teacher C listed 9 times; the remaining surveys
indicated a variety of other staff members, including the principal (mentioned

once), the assistant principal (mentioned twice), and the front office staff
(mentioned once). This lack of response from many parents might indicate a
lack of parental involvement in school, or could indicate that Grove students lack

significant bonds to adults at their school. Most parent surveys indicated a

neutral feeling about how their student is doing in sixth grade, academically,
socially, or behaviorally, but nearly all returned surveys (95%) indicated that their
student has “improved” in one or more of those three areas since 5th grade.

Student survey results
(percent who agree or strongly agree with statement)

#16

#17

#18

#36

Figure 3. Male Student Survey Data
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Student survey results
{percent who agree or strongly agree with statement)

Figure 4. Female Student Survey Data

The results of several questions from the student survey stood out when

analyzed. Figure 3 shows the student survey results from male students, while
Figure 4 shows the survey results from female students; percentages indicate

how many students answered “strongly agree" or “agree" to the questions.
These questions asked students to rate on a scale of 1 (strongly agree) to 5

(strongly disagree) whether they agreed with several statements about their
teacher, including “my teacher really cares about me” (#16), “my teacher treats

me with respect” (#17), “my teacher lets students know when they are doing a
good job" (#18), and “my teacher really listens to what I have to say” (#36).
Sorted using the same teachers from the math assessment results,

teacher A consistently scored higher with male students than with female
students. This may be because teacher A is a male teacher, or it may be that he
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has formed stronger relationships with the male students. Teacher B scored
consistently lower with male students than with female students; similar to
teacher A, this may be due to the fact that teacher B is a female, or could be

attributed to the students she developed bonds with. Teacher C scores slightly

higher with males than with females, which goes against the trend from the

previous two teachers; teacher C is a female teacher.

Across the data, on nearly every question, teacher C scores consistently
higher percentages of students who agree with the statements mentioned above,

related to caring about, respecting, and validating students. As mentioned
earlier, teacher A was implementing none of the three structures, teacher B was

implementing brain compatible instructional strategies, but not social emotional
development or classroom community building protocols, and teacher C was
implementing all three; this data shows that the implementation of all three has a
positive effect on student bonding to teacher and school.

As mentioned in the literature review, successful and positive student
bonding to school depends on a student feeling a connection to an adult, a

classroom community, or the entire school community. The results of the student
survey are examples of why a student may or may not develop a bond to an
adult or school; if a student feels like they are cared about, respected, and

listened to, they are likely to develop a bond to a teacher or other adult at school.
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Teacher Observation Data

All sixth grade teachers were observed during classroom lessons five

times over the course of several weeks for this study. A teacher observation

checklist was used to gauge student engagement, social and emotional safety,
and classroom community building opportunities in each classroom. As
mentioned in the limitations section in Chapter 3, this study of sixth grade

students, parents, and teachers included the researcher as one of the studied

teachers; due to this possible bias, an administrator was asked to serve as a
proxy classroom observer for the researcher/teacher involved in the study.

Teacher observation score

■ Teacher A

EJ Teacher B
■ Teacher C

Figure 5. Teacher Observation Data

The results of the classroom observations were analyzed by finding the

total score from all elements observed during each observation; the checklist
utilized a scale from “no evidence" (1) to “strongly evident” (5). Figure 5 shows
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the average scores of each teacher throughout the five observations. With 165

points possible if all items on checklist were considered “strongly evident” in a
classroom, teacher A scored an average of 44 points, teacher B an average of

110 points, and teacher C and average of 143 points. This observation data
follows the data seen in the assessment and student survey sections; teacher A,
who is not implementing any of the three structures, has a poor classroom

climate that is likely evident to most observers; teacher B, who is implementing
brain compatible instruction, but not social emotional development or classroom

community building, is much higher in her classroom climate observations;

teacher C, who is implementing all three structures, has a respectful and caring

classroom climate.

Student Attendance and Behavior Data
Student attendance and behavior data is tracked in an online database at
Grove, in which any teacher in the school can view a student profile of
information, including attendance, behavior, demographics, etc... With the

attendance data from 2010-2011 and 2011-2012, student attendance rates were

compared from 5th to sixth grade. Any positive change from 2010-2011 to 20112012 was seen as an increase in attendance rate, no change indicated the same
attendance rate both years, and a negative change was seen as a decrease in
attendance rate.
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Percent increase, no change, or decrease in student
attendance rate

Figure 6. Student Attendance Data

As Figure 6 indicates, 48% of teacher A’s students exhibited a decrease in
their attendance rate, and only 17% increased. Teacher B shows 46% of her
students increased their attendance rate and 33% decreased. Teacher C had

36% of her class increase in their attendance rates and 24% decrease their

attendance rate. Though change in attendance can be attributed to many

outside of school factors, this study supports a correlation between students who
feel bonded to their teacher and higher attendance rates.

Student behavior, including minor infractions, major infractions, contracts
for academic or behavior problems, and suspensions or expulsions was analyzed
for any trends between students in each sixth grade class. On average, teacher

A issued one behavior infraction per week, teacher B issued two, and teacher C
issued three. While this information at first didn’t seem to fit with the rest of the
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data, it might be proposed that teacher A issues fewer infractions on average
because of a lack of consistency and immediate feedback. While on the other
hand, teacher C is implementing all three structures, which are based on

consistent modeling of appropriate behavior by adults, clear communication of
expectations, and giving feedback as students learn how to behave as adults; it

could be asserted that a healthy and successful classroom community is built on

students receiving consequences for their actions, which in this case, translates

into more infractions.
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CHAPTER FIVE

CONCLUSION

Summary
The research cited in the literature review clearly shows the academic and

social benefits of implementing brain compatible instructional strategies, social

emotional development programs, and classroom community building

techniques. As educators, it is our job to make connections between innovative
elements of teaching that support student learning and healthy social emotional
development. The purpose of this study was to take one small step towards

tying those three structures and the benefits to students and teachers together.
Armstrong’s text (2008) asserts that students need models of caring

relationships with adults and peers, if we expect them to behave
compassionately. The research for this thesis found that a teacher who can build

and model successful relationships with their students through social emotional

development programs or classroom community techniques can positively impact
student achievement, attendance, and behavior. If educators are to have high

expectations of how their students behave and socially interact, then clearly, they

must have adults (teachers or otherwise) who can model this positive behavior
forthem.
Teaching with brain compatibility in mind, teachers B and C in this

research incorporated strategies including role playing, peer teaching, project
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based learning, use of manipulatives, experiential learning, activating students’
prior knowledge, and tying learning to real world examples, all examples that
Wolfe (2010) mentions in her text Support can be found in the research data,

students who were in the classes of teachers B and C saw much greater growth
in their academic achievement and rates of attendance than in those students in

teacher A’s class, in which brain compatible strategies were not employed.

As mentioned in the literature review, Marzano, Marzano & Pickering’s
2003 study (as cited in Whitted 2011) found that when teachers develop a strong
relationship with their students, behavioral problems in class decrease and

classroom learning increases. This research is supported by the research for
this thesis, as seen in the data related to teacher C’s student achievement and
student survey results; by implementing the three structures, all of which

encourage student to teacher bonding, teacher C was able to increase student
achievement and rate of attendance for many students. Durlak (2011) also found

that social emotional development programs can help students feel valued, which

was reflected in the results of the student survey from this research. Teacher C,
implementing all three structures, was able to bond with students in a way that

made them feel respected, listened to, and cared for.
Research by Rowe and Rowe (2002) (as cited by Nadge 2005) found that

teacher effect on student success far surpasses the impact of student

background or other school related factors. To support that research, the data
from this thesis suggests that it is not only various classroom structures and
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strategies that can affect student achievement, attendance, and behavior, but the

classroom teachers themselves; when students have a bond with their teacher,

other factors don’t seem to have much of an impact on their achievement. As
Harris & Rosenthal (1985) (as cited by Rubie-Davies 2010) found in their
research, one of the most important things a teacher can do to communicate

their expectations to a class and have the greatest impact on students is to

create a “warm socio-emotional climate” (Rubie-Davies, 2010, p. 123). From the
data for this research, it can be inferred that teacher C was able to develop a
bond with her students, which may have resulted from the creation of a warm
socio-emotional classroom climate.

During this study and as I completed my literature review, I discovered
that not only do these three structures have an impact on student achievement,

attendance, and behavior, but in some cases, they have a considerable effect.

As my study ended, I realized I had evidence that these three structures have an
impact on students, but I have no way to prove or measure which structure had
the greatest effect; I know these structures improve student achievement,
attendance, and behavior, but I don’t know to what extent each structure has an

impact.
As teachers, when we learn something new that seems to be effective for
other teachers, we want to try it out in our own classrooms; with every staff
development day, professional development conference, or other opportunity to

learn, we come back to our classrooms with a new idea to implement. Though I
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believe I have found some of the best structures to improve my teaching and my
student’s learning, I may never know which of these structures has the greatest

impact on my students, because they can’t be separated; brain compatible
instruction is helping students to develop socially and emotionally, and socially

and emotionally competent kids build a classroom community almost without the
help of the teacher. I was hoping to find hard and fast evidence that one of these
structures was better or had a bigger effect than the others, but what I have

found is that each of these structures is connected. Further research might be

able to isolate one of those three structures as the variable with the greatest
positive impact on student achievement, attendance, and/or behavior, but I think

what research will prove is that good teaching involves all three of the structures

mentioned throughout this study.

Implications
Successful teaching is innately brain compatible, socially and emotionally

appropriate, and builds a sense of community between learners. Teachers who

can find a way to successfully integrate these three structures into their daily
practice and routines will likely have successful students. As our standards

move towards preparing students to be successful in the 21st Century, we must

remember that although an understanding of technology is integral to success in

the future, a ,student who is socially and emotionally adept has a much better
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foundation for success than one who does not develop a healthy social and
emotional life.

Future Research

Further research conducted on a larger scale, including several grade

levels, schools, and school districts, need to be conducted to examine the
different effect sizes of the three structures and their effect on student

achievement, attendance, and behavior. In addition, if future research could

isolate the variables involves in this study (brain compatible instruction, social
emotional development, and classroom community building), educators would

have a deeper understanding of which structure has the greatest effect.

Practice in the Classroom

As mentioned previously, all three of these structures had a positive
impacted when implemented in the classroom of teacher C. Educators should
begin to evaluate whether, their classroom practices align with the tenets of these

three structures. Administrators should also be evaluating their teachers, not just
on content instruction, but on the classroom community and climate they develop
with and for their students.
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Policy
Whether classroom teachers, administrators, or district personnel, all

educators should be reflecting on their current ability to teach in ways that are
brain compatible, socially and emotionally appropriate, and classroom community
building. Our students will be able to develop the technological skills necessary

to succeed in a 21st Century workplace, but they need our help in developing the
social and emotional skills necessary to succeeding as an adult in the 21st

Century world.

In conclusion, my research demonstrated the positive effects of the
implementation of brain compatible instruction, social emotional development,

and classroom community building. These positive effects were seen in
academic achievement, attendance, behavior, and bond to classroom and

teacher. I hope to pass on the results from the data collected, the research into
these topics I have done, and the changes I have seen in my sixth grade
students as evidence that these three structures can have a great impact on

even some of the toughest learners... adolescents. I hope that the future of
education involves planning to educate the whole child, not only teaching
standards, but teaching students to become successful, happy adults.
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APPENDIX A
SURVEYS
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Teacher Self-Assessment Survey

advanced - 5

proficient - 4

basic - 3

below basic - 2

far below basic -1

Please circle your level of proficiency for each statement below using the scale
above:

1. I can describe how emotions impact learning._________________
5
4
3
2
1
2. I can articulate the stages of information processing.___________
5
4
3
2
1
3. I can explain how and why I change my methods of instruction to match student
processing.
5
4
3
2
1

4. I plan lessons/units my students find relevant.________________
5
4
3
2
1

5. I can incorporate into my lessons strategies that make material memorable.
5
4
3
2
1
6. I engage every one of my students._________________________
5
4
3
2
1

7. I design inter-disciplinary, relevant, rigorous units of study.______
5
4
3
2
1
8. I use various methods of input, depending upon the content.____
5
4
3
2
1
9. I help/assist students to recognize and enhance their mindsets.
5
4
3
2
1
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10.1 can explain how brain research applies to education and my classroom.
5
4
3
2
1
11.1 implement the ideas from brain research in my practice as a teacher.
5
4
3
2
1

12.1 can explain the role the amygdala plays in fight or flight response.
5
4
3
2
1

Developed by: Elizabeth Glick
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Student Survey
For the following questions, please circle one answer or fill in the blank:

Gender of student:

female

male

Name of homeroom teacher:

Tovar

Glick

Villescas

1st trimester 6th period class:
Glick/Life Skills

Ti m assy-N e Iso n/Computers Villescas/MESA

1. In 6th grade, how successful have you been academically?
Very successful

somewhat successful

not very successful

very unsuccessful

2. In 6th grade, how successful have you been socially?
Very successful

somewhat successful

not very successful

very unsuccessful

3. In 6th grade, how successful have you been behaviorally?
Very successful

somewhat successful

not very successful

very unsuccessful

4. How do you know you are successful in school?

My teacher lets me know
Another adult at school lets me know

My parents let me know

Other:___________________________________________________________

5. How does this year compare to your academic achievement in 5th grade?

Improved greatly

improved somewhat

somewhat worse

much worse

nochange

6. How does this year compare to your social behavior in 5th grade?

Improved greatly

improved somewhat

somewhat worse

much worse
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nochange

7. How does this year compare to your behavior/discipline in 5th grade?

Improved greatly

improved somewhat no change

somewhat worse

much worse

8. If there was a change in any area from 5th to 6th grade, why do you think this
change happened?

9. Has bullying been a problem for you this year?
10. Has bullying been a problem in past years?

yes
yes

no
no

11. Do you have an adult at school that you look up to? Who is it?

yes

no

no
12. Are you motivated to learn?
yes
13.1 will use what I've learned in my 6th period class in the future:
yes
no
14. In my 6th period class, I
love
enjoy
dislike
hate
what I'm learning.
15. If you said yes to #13, how will you use what you've learned in the future?

For the remaining questions, use the scale below:

strongly disagree = 1
disagree = 2
neither disagree nor agree = 3
agree = 4
strongly agree = 5
16. My teacher really cares about me
1
2
3
4
5
17. My teacher treats me with respect
1
2
3
4
5
18. My teacher lets students know when they are doing a good job
1
2
3
4
5
In my school this year, there is at least ONE teacher who:

19. would be willing to help me with a personal problem
1
2
3
4
5
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20. really cares about how I am doing in school
1
2
3
4
5
21.1 could talk to if I was having problems in a class
1
2
3
4
5
How much do you agree with the following?

22. There are people in this school who will help me if I need it
1
2
3
4
5
23. I'm very good at working with other students
1
2
3
4
5
24.1 know how to disagree without starting a fight or an argument
1
2
3
4
5
25.1 ask my teachers for help when I need it
1
2
3
4
5
26. When I have problems at school, I am good at finding ways to solve them
1
2
3
4
5
27. If I can't figure something out, 1 try different solutions until one works
1
2
3
4
5
28. If I get angry with a friend, 1 can talk about it and make things better
1
2
3
4
5
29. When I make a decision, I think about what might happen afterward
1
2
3
4
5
30.1 listen carefully to what other students say to me
1
2
3
4
5
31.1 get along well with students who are different from me
1
2
3
4
5
32.1 try to understand how other people feel and think
1
2
3
4
5
33.1 care about helping other people in my community
1
2
3
4
5
34.1 can tell when someone is getting angry or upset before
1
2
3
4
5
he or shesays anything
35. I am looking forwardto my life after high school.
1
2
3
4
5
My homeroom teacher:

36. Really listens to what I have to say
1
2
3
4
5
37. Is willing to give extra help on school work if I need it
1
2
3
4
5
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38. Helps me catch up if I am behind
1
2
3
4
5
39. Notices if 1 have trouble learning something
1
2
3
4
5
40. Will help me improve my work if I do poorly on an assignment
1
2
3
4
5
Most students in this school:

41. Don't really care about each other
1
2
3
4
5
42. Like to put others down
1
2
3
4
5
43. Don't get along together very well
1
2
3
4
5
44. Justlook out for themselves
1
2
3
4
5
45. Treat each other with respect
1
2
3
4
5
Most students in 6th grade this year:

46. Don't really care about each other
1
2
3
4
5
47. Like to put. others down
1
2
3
4
5
48. Don't get along together very well
1
2
3
4
5
49. Justlook out for themselves
1
2
3
4
5
50. Treat each other with respect
1
2
3
4
5
How much do you agree with the following statements about our school?

51. Students at this school are often teased or picked on
1
2
3
4
5
52. Students at this school are often threatened or bullied
1
2
3
4
5
53. I feel close to people at this school
1
2
3
4
5
54.1 amhappy to be at this school
1
2
3
4
5
55. I feel like I am part of this school
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1
2
3
4
56.1 feel safe inmy school
1
2
3
4

5
5

At my school, there is a teacher or some other adult who:

57. Really cares about me
1
2
3
4
5
58. Tells me when I do a good job
1
2
3
4
5
59. Notices when I'm not there
1
2
3
4
5
60. Always wants me to do my best
1
2
3
4
5
61. Listens to me when I have something to say
1
2
3
4
5
62. Believes that I will be a success
1
2
3
4
5
63. Do you plan to go to college or some other school after high school?
yes
no

Developed by: Elizabeth Glick
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Parent Survey

Gender of student:

female

male

Glick

Name of homeroom teacher:

Villescas

Tovar

th

Name of 6 period teacher:

Glick

Villescas

Timassy-Nelson

1. In 6th grade, how successful has your student been academically?

Very successful

somewhat successful

not very successful

very unsuccessful

2. In 6th grade, how successful has your student been socially?
Very successful

somewhat successful

not very successful

very unsuccessful

3. In 6th grade, how successful has your student been behaviorally?
Very successful

somewhat successful

not very successful

very unsuccessful

4. How do you know how successful your student has been this year?
Student communication
Teacher communication
Office communication
Principal/Assistant principal communication
Other:_____________________________________________________
5. How does this year compare to your student's academic achievement last year?

Improved greatly

improved somewhat no change

somewhat worse

much worse

6. How does this year compare to your student's social behavior last year?

68

Improved greatly

improved somewhat no change

somewhat worse

much worse

7. How does this year compare to your student's behavior/discipline last year?

Improved greatly

improved somewhat no change

somewhat worse

much worse

8. If there was a change in any area from 5th to 6th grade, what do you attribute this
change to?

9. Has bullying been an issue for your student this year?
yes
no
10. Has bullying been an issue for your student in past years? .
yes
no
11. Does your student have an adult at school that they look up to?
yes
no
12. Do you think your student is motivated to learn?
yes
no
13. Does your student have an adult at school that they feel comfortable talking to
about problems?
yes
no
14. Who is the adult?
______________________________________

Developed by: Elizabeth Glick
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APPENDIX B
TEACHER OBSERVATION CHECKLIST
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I

Classroom Observation Checklist

No evidence - 1
strongly evident = 5

little evidence = 2

evident = 4

sometimes = 3

„■?. . . .

[physical environment:

______ Arranges the room to reflect a student-centered approach, appropriate for the day's lessons.
______ Arranges seating so that students can see one another.
______ Makes sure bulletin boards and displays reflect the rich diversity of students.
______ Greets students as they enter classroom, creating a welcoming environment.
______ Creates visual aids that are easy for everyone to read and understand.
______ Presents one idea at a time when using learning media.

[Creatm^^
[development:

learning environment & modeling a healthy social emotional

______ Uses students’ names often.
______ Establishes shared agreements/rules with students
______ Enforces ground rules/agreements consistently with the help of students.
______ Models behaviors of respect, caring, self-control, and fair decision making.
______ Uses energetic, enthusiastic, receptive body language and words to convey interest and respect.
______ Uses a respectful “Get Quiet” signal to bring attention during group work.
______ Focuses on all students’ positive qualities and praise their efforts.
______ Pays attention to student reactions, need for clarification, and need for change in activity, and
address the needs promptly, even if they must be addressed fully later.

!DjscipffnjiT~T.....Z~~

""" "
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______ Encourages students to discuss solutions rather than blame others.
______ Consistently enforces the ground rules/agreements, including supports for positive behavior.
______ Often discusses the rules with students and work with them to make changes when things are not
working well.
______ Handles problems quickly and discreetly, treating students with respect and fairness.
______ Shares reactions to inappropriate behaviors and explain why the behaviors are unacceptable.
______ Talks outside of class with students who continue to disregard the group rules.

Student engagement & classroomcommuriityj
______ Students have opportunities to engage in collaborative learning (partner, small group, etc...)
______ Students are actively engaged, exhibiting body postures that indicate that they are paying attention
to the teacher and or other students.
______ Students have opportunities to use manipulatives or participate in hands-on experiential learning,
when applicable to lesson
______ Students have opportunities to write and verbally share their personal feelings and connections to
learning
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______ Students have opportunities to choose how to express their understanding; multiple choices for
assessment exist and students have some opportunity to choose.
______ Students are able to make real-life connections to their learning
______ Students are given opportunities to problem solve and think critically about content.
______ Students express thoughtful ideas, reflective answers, and questions relevant or appropriate to
learning.
______ Students exhibit confidence and can initiate and complete a task with limited coaching and can work
in a group.
______ Students exhibit interest and enthusiasm and use positive humor.
______ Students are focused on the learning activity with minimum disruptions.
______ Students feel comfortable seeking help and asking questions
______ Allows students time before they begin work to set academic and social goals.
______ Takes time at the conclusion of group work to discuss and debrief the activity so students can
identify successful experiences and partner skills as well as set goals for improving group work in
the future.

Developed by: Elizabeth Glick
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APPENDIX C

INFORMED CONSENT FORMS AND INSTITUTIONAL
REVIEW BOARD APPROVAL
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INFORMED CONSENT - PARENT

As a teacher at Vineyard STEM Magnet for the past three years, I’ve spent a lot
of time wondering why some students succeed and other students struggle.
Because of this, I’d like to do some exploratory research that relates to student
achievement and behavior, and the impact that brain compatible instruction,
social emotional education, and classroom community building have on your
students. Brain compatible instruction is when educators use helpful strategies
and procedures, based on how the brain works, during instruction to help
students learn. Social emotional education has to do with teaching students the
social skills that will help them succeed in school and in life. Classroom
community is what teachers hope to accomplish by encouraging relationships
between peers and building relationships with their students over the course of a
school year. I would like to know how these three elements of education might
impact student test scores (CST and district benchmark) and student behavior.
The research I’m hoping to begin will be conducted by me, Elizabeth Glick, under
the supervision of Professor Louie Rodriguez, a Professor of Educational
Administration, at California State University, San Bernardino. The study has
been approved by the Institutional Review Board, California State University, San
Bernardino.

Using the data I receive from this research, I hope I can help our middle-school
team of teachers reflect on our current practices of teaching; the data collected
from this research project will hopefully lead to more research in the future that
will impact how students are taught at Vineyard STEM in the future.

To gather data for my research, I will use student, parent, and teacher surveys
and will inspect past and current achievement, behavior, and attendence data. All
student surveys will be conducted during the normal school day, during the 6th
period elective. The survey given to students will ask questions about how they
feel about school, their teachers, and their peers. It will take about 30 minutes
for them to complete, and they will be able to stop at any time during the survey,
if they choose to. Surveys will be given to all current sixth graders, regardless of
age, race, ethnicity, or gender.

Participation by your student is voluntary; if you do not want them to participate,
there will be no penalty or negative consequence. If you choose to agree to their
participation, your student can stop their participation in the survey at any time
without negative consequences.

All surveys will be anonymous to protect the confidentiality of participants; the
information I collect from your student will be put together with all other 6th grade
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student data. When I write or speak about my research, I will use no names, so
no one will be able to tell who 1 am talking about.
1 expect to give the survey to students sometime between 2/1/2012 to 3/1/2012.
After the survey is completed, your student will be finished participating in the
research.
There are not many risks for the research; students may experience a negative
memory of past experiences during their education, but do not have to speak or
write about it.
The benefits of the study could include changing practices at Vineyard STEM
Magnet and throughout OMSD to prepare teachers with improved methods of
teaching.

CONTACT:
If you have any quesitons or concerns about the research, please contact me at:
School Telephone: 909-984-2306
Email: elizabeth.qlick@omsd.k12.ca.us

or
Dr. Louie Rodriguez, Professor of Educational Administration at:
Office Telephone: (909) 537-5643
Email: Irodrig@csusb.edu1
When my research is finished, the results of the study can be found at Vineyard
STEM Magnet School, located at 1500 East 6th St, Ontario CA 91762.

[J Yes, my child can participate in this research and survey.

|3 No, my child may not participate in this research and survey.
SIGNATURE OF PARENT:
Signature:_____________________________
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Date:________

INFORMED CONSENT - TEACHER

As a teacher at Vineyard STEM Magnet for the past three years, I’ve spent a lot
of time wondering why some students succeed and other students struggle.
Because of this, I’d like to do some research that relates to student achievement
and behavior, and the impact that brain compatible instruction, social emotional
education, and classroom community building have on your students. Brain
compatible instruction is when educators use helpful strategies and procedures,
based on how the brain works, during instruction to help students learn. Social
emotional education has to do with teaching students the social skills that will
help them succeed in school and in life. Classroom community is what teachers
hope to accomplish by encouraging relationships between peers and building
relationships with their students over the course of a school year. I would like to
know how these three elements of education might impact student test scores
(CST and district benchmark) and student behavior.
The research I’m hoping to begin will be conducted by me, Elizabeth Glick, under
the supervision of Professor Louie Rodriguez, a Professor of Educational
Administration, at California State University, San Bernardino. The study has
been approved by the Institutional Review Board, California State University, San
Bernardino.

Using the data I receive from this research, 1 will be able to help our middle
school team of teachers change or continue our current practices of teaching; the
data collected from this research project will impact how students are taught at
Vineyard STEM in the future.
To gather data for my research, 1 will use student, parent, and teacher surveys
and will inspect past and current achievement, behavior, and attendence data. All
student surveys will be conducted during the normal school day, during the 6th
period elective. The survey given to students will ask questions about how they
feel about school, their teachers, and their peers. It will take about 45 minutes
for them to complete, and they will be able to stop at any time during the survey,
if they choose to. Surveys will be given to all current sixth graders, regardless of
age, race, ethnicity, or gender.
Surveys given to teachers will include several questions on brain compatible
instruction, social emotional education, and classroom community building.
These surveys should take about 10 minutes and should be returned to me when
complete.
Your participation is voluntary; if you do not want to participate, there will be no
penalty or negative consequence. If you choose to agree to your participation,
you can stop your participation in the survey at any time without negative
consequences.
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All surveys will be anonymous to protect the confidentiality of participants; the
information I collect from you and your students will be put together with all other
6th grade student data. When I write or speak about my research, I will use no
names, so no one will be able to tell who I am talking about
I expect to give the survey to teacher and students sometime between 2/1/2012
to 3/1/2012. After the survey is completed, you and your students will be finished
participating in the research.

There are not many risks for the research; you/your students may experience a
negative memory of past experiences during your/their education, but you/they
do not have to speak or write about it.
The benefits of the study could include changing practices at Vineyard STEM
Magnet and throughout OMSD to prepare teachers with improved methods of
teaching.

CONTACT:
If you have any quesitons or concerns about the research, please contact me at:
School Telephone: 909-984-2306
Email: elizabeth.qlick@omsd.k12.ca.us

or

Dr. Louie Rodriguez, Professor of Educational Administration at:
Office Telephone: (909) 537-5643
Email: Irodrig@csusb.edu1

When my research is finished, the results of the study can be found at Vineyard
STEM Magnet School, located at 1500 East 6th St., Ontario CA 91762.
By signing you are agreeing to participate in this research and survey.

SIGNATURE OF TEACHER:
Signature:_____________________________
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Date:________

The Effects of Brain Compatible Teaching, Social Emotional Education, and Classroom
Community Buildling on Adolescents
Student Assent

My name is Ms. Glick. I am trying to learn about how teaching you about the brain and
how you learn and grow affects your behavior and progress in school. I'm also trying to
learn about how you feel about being a student at your school. I'm doing this because I
think learning about how you learn and how you feel about school will help me be a
better teacher, and help all of the teachers at Vineyard to be better teachers. If you
would like, you can be in my study.
If you decide you want to be in my study, you will take a survey about how you're doing
in school this year and how you feel about school.

Other people will not know if you are in my study. 1 will put things I learn about you
together with things I learn about other 6th graders, so no one can tell what things came
from you. When I tell other people about my research, 1 will not use your name, so no
one can tell who 1 am talking about.
Your parents or guardian have to say it's OK for you to be in the study, and if you're
taking the survey now, then I already have their permission. Now that they have
decided it's ok for you to participate, you get to choose if you want to do it, too. If you
don't want to be in the study, no one will be mad at you. If you want to be in the study
now and change your mind later, that's OK. You can stop at any time.
My email address is glicke@coyote.csusb.edu. You can email me if you have questions
about the study or if you decide you don't want to be in the study any more.
1 will give you a copy of this form in case you want to ask questions later.
By taking the survey, you have decided to be in the study, even though you know that
you don't have to do it.
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Academic Affairs
Office ofAcademic Research • Institutional Review Board
March 02,2012

CSUSB
INSTITUTIONAL
REVIEW BOARD

Ms. Elizabeth Gilek
c/o: Prof Louie Rodriguez
Depun mint of Education

Full Board Review
IRB# 11048

California State University
5500 University Parkway
san Bernardino, California 924Q7

Status
APPROVED

Dear Ms. Glick:
Your application to use human subjects, titled “EXPLORING Brain Compatible Teaching, Social Emotional Education, and

Classroom Community Building on Adolescents'* has been reviewed and approved by the Institutional Review Board (IRB),
The attached informed consent document has been stamped and signed by the IRB chairperson. All subsequent copies used

must be this officially approved version. A change in your informed consent (no matter how minor the change) requires
resubmission of your protocol as amended. Your application Is approved for one year from March 02,2012 through
March 01,2013. One month prior to the approval end date you need to flic for a renewal if you have not completed
yuur research. See udtllllunul requirements (Items 1 - 4) of your approval below.

I
Your responsibilities as the rcsearchcr/mvest!gator reporting to the IRB Committee include the following 4 requirements ns
mandated by the Code of Federal Regulations 45 CFR 46 listed below. Please note that the protocol change form and
renewal form uro located on the IRB website under the forms menu. Failure to notify the IRB of the above may result in
disciplinary action. You are required to keep copies ortho informed consent forms and data for at least three yean.
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n orj1 aren fa d e‘ I n y o u r res ca rejj
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3) ; Too ycjiesv your protocol o ^cmafilhprioytothcprntocols end i!atc^_
|
^VEeii:jpuriprojecI lias eriided by einuilingiliclRB Coordinator/Coninilmtce'Anaiysfl
The CSUSB IKB has not evaluated your proposal for scientific merit, except lo weigh the risk to the human participants and
the aspects of the proposal related to potential risk and benefit. This approval notice docs not replace any departmental or

additional approvals which may be required.
If you have any questions regarding the IRB decision, please contact Michael Gillespie, IRB Compliance Coordinator. Mr,
Michael Gillespie can be reached by phone at (909) 537-7588, hy fax at (909) 537-7028, or by email at nmilleSD@csu5b.edli.

Please include your application approval identification number (listed at the top) in all correspondence.

Best of luck with your research.

ph.p.

Sincerely,

Sharon W
Institutional Review Board
SW/mg

cc: Prof. Louie Rodriguez, Department of Education

909.S37.7S88 • fax: 909.537,702B • http://lrbxsusb.edu/

5500 UNIVERSITY PARKWAY, SAN BERNARDINO, CA 92407-2393
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